English Medium Instruction in an English-French bilingual setting: issues of quality and equity in Cameroon
Introduction
At the end of the last century, the case was made that research about development had paid remarkably little attention to the issue of language-in-education (Institute of Development Studies 1998, 1). In recent years, however, and owing in part to the perceived links between education and development on the one hand and the role of language in facilitating education on the other (Mulumba & Masaazi 2012) , there has been a large amount of intellectual discussion and research, in Africa (as elsewhere), on language-in-education and development issues (see for example Batibo 2015; BrockUtne 2010; Williams 2006) with researchers highlighting the different roles of African and European languages in facilitating or impeding cognitive, social and economic development in multilingual Africa. Yet as Cleghorn & Rollnick (2002, 348) point out,
'insights from such research have failed to be incorporated into language-in-education policies or included in teacher education programs' in many of these countries. This is particularly the case in multilingual Cameroon i where, it has been argued, (e.g. by Echu 2004; Kouega 1999 ) the existing language policy lacks clear-cut objectives and orientation. Kamdem & Trudell (2011) note that the attainment of knowledge and skills within an educational system is largely dictated by the medium of instruction. The medium of instruction has the potential to promote, stagnate or stifle the acquisition of skills necessary for individual and societal development (Mulumba & Masaazi 2012, 436) . International organizations like UNESCO (2003 UNESCO ( , 2005 and the African Union The literature on language-in-education in developing world contexts discusses the complexities involving the use of foreign/global languages as mediums of instruction from three main perspectives. Firstly, from a rights-based perspective, it has been argued that children have fundamental rights not only to education but also rights within and through education (Tomasevski, 2003) . Some scholars posit that one of such rights is that of experiencing learning in the mother tongue or in a language that is most familiar to the learner (UNESCO 2007) . Skutnabb-Kangas (2009, 304) argues that teaching children through the medium of a language which is not their home language violates their human right to education and that policies and actions which promote this form of subtractive education can best be described as 'crimes against humanity' (Dunbar & Skutnabb-Kangas. 2008, 30) . Secondly, there is the post-colonial perspective (Tollefson 1995; Pennycook 1995; Chiatoh 2014) which argues for the dismantling of attitudes and policies that have promoted the hegemony and subsequent globalization of the languages of colonial powers as well as the underdevelopment of the indigenous languages of former colonies especially within educational systems.
Thirdly, there are arguments based on the perceived economic benefits of global languages and English language in particular. Such arguments (e.g., Dearden 2014; Pinon & Haydon 2010) suggest that proficiency in English language is perceived to be a key indicator for economic development particularly in developing countries. These three perspectives tend to be based on a transnational and reductionist view of the impact of macro level policy decisions on learners and communities and do not fully take into account the particular complexities, dynamism and multi-layeredness of language-in-education perceptions and practices of the various stakeholders in multilingual Sub-Saharan Africa. This paper argues that there is a need to move beyond simplistic dichotomisations of social justice and instrumentalism/utilitarianism and to acknowledge greater complexity in the medium of instruction discussions particularly in countries with a dual colonial and linguistic heritage such as Cameroon. Such complexity can only be unravelled when we take into consideration the perspectives and experiences of the many different actors involved in decisions for EMI in this predominantly Francophone country.
The paper reports on an exploratory case study designed to investigate the diverse experiences and perceptions of Francophone school children attending English medium schools in Cameroon. It also reports on the views of selected teachers and parents, as well as a school inspector in order to ascertain a holistic picture of the challenges and possibilities of English medium instruction in Cameroon. In line with the aims of this Special Issue, the current paper seeks to better understand the relationship between learning through the medium of English and learning outcomes for different groups of young learners in a country where French is still the language of political, administrative and economic power (Abongdia & Willans 2014; Nana 2013 ) and where there is still very little evidence that even their 'Anglophone' peers sufficiently benefit from EMI.
Languages-in-education in Cameroon: a historical background
Despite its multilingual nature, the history of languages-in-education in Cameroon is marked by an institutional exclusion of Cameroonian languages from the mainstream and formal education system. Unlike in some African countries where teaching and learning in the early years of primary education are conducted, at least in principle, through the medium of one or more local languages with a transition to a global language at a later stage, Cameroon opted for a full immersion into either French or English medium education right from the first year of basic education. The historical relationship between Cameroon and two former colonial powers, France and England and the resultant adoption of English and French as 'neutral' languages and consequently the languages of official business and education has been well documented (see for example Fonlon 1969; Nana 2013; Wolf 2001) . This relationship is today manifested in the bilingual ii identity of Cameroon, an identity which, far from being a symbol of peaceful co-existence of two politically distinct parts of the country, as suggested by Fonlon (1969) , has been the cause of strong divisions. As Ayafor (2005, 124) points out, 'although multiculturalism in terms of ethnic diversity is unexpectedly not yet a problem for national unity, ethnicity along the Francophone-Anglophone dichotomy is, and has drawn such attention that it threatens national unity more than anything else in the country.' Political turbulence in the last few decades has mainly been due to the dominance of a French political system and the feeling of marginalization amongst Anglophones (Dicklitch 2011; Konings & Nyamnjoh 1997 (Gfeller & Robinson 1998; Tadadjeu 1990 ) that primary level children who learn school subjects in their mother tongue perform significantly better than their peers learning in the medium of a foreign language, there is yet no institutional commitment to MTE at any level of education. This perspective might explain the place of EMI to Anglophone
Cameroonians but it does not account for the rising number of children from the 
Methodology
The study reported in this paper was designed as an exploratory case study (Yin, 2014) making use of qualitative methods of data collection with the aim of gaining insights into the lived experiences and perspectives of Francophone children in year six of English medium education, as well as the perspectives of their parents, teachers, and a pedagogic inspector in charge of the promotion of bilingualism, in relation to EMI. The data presented and analysed here were collected between September and December 2015 from participants in two primary schools in Yaounde, the capital city of Cameroon. The first school (CamEng) was a state EMI school (Type 'b' above) with 87% of its 124 year six pupils from Francophone homes; the second (CamBil) was an elite private 'dual immersion' school (type 'c' above) with 80.9% of its 32 year six pupils coming from Francophone homes. The two schools were selected because of their structural and functional similarities with emerging models of, and trends in bilingual education in Cameroon, but also because of the typicality of the socioeconomic dynamics of the families who send their children to these schools, although, it must be said, the primary goal for choosing these schools was not to achieve representativeness. Rather, the choice was guided by the potential for learning about the lived experiences of Francophone school children, which these schools provide.
As a state school, CamEng offers free education and, as a result, enrols pupils from various socioeconomic backgrounds and therefore faces the same problems that are typical of state schools vi (see Kuchah & Smith 2011; Smith and Kuchah 2016 as a national pedagogic inspector in charge of the promotion of bilingualism at the MoE, I visited and supported language pedagogy in both schools on a regular basis. As familiar sites therefore, it was easy for me to gain access to these schools and to obtain the consent of parents, school authorities, teachers and pupils to collect data.
Data from adult participants were mainly collected through 30-45 minutes interviews with four parents and an inspector. Parent-participants were approached both for consent to interview their children and themselves, but only four of the many parents who consented to their children being interviewed agreed to be interviewed themselves. (2006) and Kvale (1996) . Data from the two teachers was only used to expatiate issues raised by child participants.
Discussion of findings

Socioeconomic and sociocultural benefits of EMI to Francophone Cameroonians.
A resounding theme that emerged from interviews with all four parents, was in relation to the opportunities for better jobs, which EMI offered their children nationally and internationally. To these parents, EMI is not just about English language alone; it encompasses an additional language and identity for their children and places them in better positions for the job market. Parents felt that EMI offered their children an added advantage not only over their siblings in French-medium schools, but also over their This line of thought was echoed in interviews with all other parents. CamEngP1
highlighted the sociocultural and political dimension explaining that, due to corruption and gender biases within the country, chances of a female child succeeding in life were limited and so being perfectly bilingual was the only means of ensuring that she would find a job. CamBilP's perspective was much more grounded on government policy of 'regional balance' (see Mbuh 2000) . He explained that as a Cameroonian from the Francophone North of the country, his daughter, CamBilS, was unlikely to gain admission into a professional school for medical doctors in Cameroon because of the large number of students from her part of the country competing in French. However EMI gave her the added advantage of an Anglophone identity and an additional language which put her above here 'monolingual' Francophone or Anglophone peers.
Being a Northerner and a product of EMI also offered her an institutionalized advantage (Mbuh 2000) in gaining admission into her dream professional school in the future. This is because she would be competing with fewer Anglophone northerners (rather than with thousands of Francophone Northerners) and so would have better chances of being successful. Parents' perspectives were corroborated by the inspector who explained that 'since the creation of the inspectorate of bilingualism in the basic education sector, there had only been one national inspector with experience of teaching French to Anglophones, as opposed to six English language inspectors'. To him, this suggested political underpinnings in the discourse of bilingualism 'designed to favour the promotion of English to Francophones over the promotion of French to Anglophones' thus preparing Francophones for jobs that would otherwise be performed by Anglophones.
The different views expressed above tend to emphasise the instrumental benefits of EMI for individuals rather than for the nation-state. These perspectives suggest that although French continues to be the language of political and administrative power in Cameroon (Abongdia & Willans 2014 ) the socio-economic dynamics of the country impose a growing need for English language proficiency as well. As Pinon & Haydon (2010) explain, more and more, multinational companies in the country are demanding proficient English speakers who are also capable of doing business with the majority Francophone populations. As a consequence, the best equipped for the job market are
Francophones who also speak English, rather than 'monolingual' Anglophones. English medium education has therefore become, for Francophones, a tool for greater opportunities and identity opportunism (Anchimbe 2007) . It enables Francophones, because of their bilingual competence, to gain better access to jobs than Anglophones and hence, further marginalizes 'monolingual' Anglophone Cameroonians.
Home Support mechanisms for EMI
The generally positive discourse of parents in relation to the socioeconomic advantages of EMI for their children was not generally matched with the perspectives expressed in terms of the support they provided for their children at home. In all four homes, the dominant language of interaction was not English; it was predominantly French and mother tongue. CamBilP and CamEngP2 made up for this by employing home teachers and providing their children with all their school needs. Both parents had also previously sent their children to EMI nursery schools for two years prior to their being enrolled into EMI primary schools. CamBilP also provided his daughter with supplementary learning resources and lived in a neighbourhood where his daughter could interact with children of educated Anglophone parents. CamEngP1 and CamEngP3 were both unable to afford extra language support classes for their children.
This was not unexpected, given the socio-economic levels of these parents. CamBilP explained how as part of the policy of CamBil, he had to create time every weekend to learn from his Anglophone children to know more about what they were doing.
Although this was most often in French it offered opportunity to engage with the children's learning. CamEngP1 and CamEngP3, on the other hand, lived in relatively modest neighbourhoods, where the dominant language was French and where Anglophone families mostly spoke pidgin or broken French. This meant that there were little or no opportunities for their children to be exposed to English language outside the school environment.
Although parents were generally very satisfied with the school performances of their children, interviews with children revealed huge disparities in their school performances. CamBilS and CamEngS2 were consistently amongst the top five in their class, whereas CamEngS1 and CamEngS3 often performed just around the average mark. In particular, there were significant issues with CamEngS3's school performance that had made her mother consider removing her from EMI. CamEngP3 explained that '…at one point, I wanted to change her school…she was really struggling, but I had no choice, it was too late. So I told myself that if I transfer her to a Francophone school, she might be discouraged.' Some of the challenges faced by her daughter were mainly based on her CamEngP3's inability to provide all her school needs: 'to be honest, in class four she did not have any textbooks…I don't have enough money to buy her textbooks, but sometimes when I have money, I buy her English and mathematics books.' This difficulty was also expressed by CamEngP1, who explained that being an only child in an Anglophone school, it was not possible to pass down textbooks to CamEngS1 as her other Francophone siblings had done to each other. In terms of other forms of support provided to their children, both parents claimed that they encouraged their children to work hard in school by advising them on the benefits of working hard.
The socio-economic realities of these two parents (CamEngP3 and CamEngP1) stand in contrast with CamBilP and CamEng2 who are able to provide extra material support to their children. The differences between the economic and educational levels of these parents seems to impact on the affordances for learning which they provide for their children.
Children's experiences and perspectives
Choice of language for interview
Prior to child interviews, I gave each child participant five cards on which I had written the name of a language. Three cards were labelled English, French, Pidgin, for each child, the fourth card was labelled English & French and the fifth card had the name of the mother tongue of their parent. Each child was asked to tear off and bin the card with the language they least wanted to use in our conversation, without showing their choices to their peers. I collected the remaining four cards from each child to note the languages that had been removed and consistently it was the mother tongue. The interview later revealed an attitude to local languages as not being appropriate for educational conversations. This was consistent with Esch's (2010) reference to 'epistemic injustices' in the language situation in Cameroon which promote the belief that local languages have no educational value. I returned the cards to each participant, this time asking them to each give me the card that had the name of the language they were most comfortable to be interviewed in. CamBilS selected English, CamEngS1 and placed them on a table and asked them to discuss amongst themselves to select one language which would represent their collective second choice. As CamBilS was interviewed alone, her choice of French was individual; the other three participants all agreed on French as well. Clearly, apart from CamBilS, English was not the language of choice for these children, although they had all been in EMI for a minimum of six years.
What is more, this activity suggested a link between the socioeconomic backgrounds of these children and their preferred language. CamBilS from a very elite private school had benefitted from high quality instruction and further support in the form of a home teacher, supplementary materials and interaction with English speaking families.
CamEngS1 and CamEngS3, on the other hand, came from homes where support for English language and education in general was very minimal, and where parents were very often unable to buy basic textbooks for their children. As a result, these children were still unable to select English language as their preferred language of interaction.
Challenges of EMI to pupils
Although all four parents expressed satisfaction with the level of bilinguality and English language proficiency that EMI was affording their children, it was clear from child interviews that EMI was challenging. During the interview, CamEngS1 spoke very little and displayed visible knowledge gaps, even when I switched the conversation to French, his preferred language. For example, he could say the name of his village, but was unable to situate it in the correct region of the country, a content covered in the third and fourth years of primary school. Also, both CamEngS1 and CamEngS3 had failed in promotion examinations and repeated a class in the course of their studies.
Amongst the challenges identified by both children was their inability to access content in other subject areas, as can be seen from the following conversation: Looking at the home support mechanisms for EMI and the lived educational experiences of child-participants, there were significant disparities between their proficiency levels, despite having all been exposed to at least six years of EMI. These disparities were, in a sense, also related to the socioeconomic backgrounds of their parents with CamBilS clearly more proficient and more predisposed to succeed because of the quality of education and support systems provided both at school and at home.
On the contrary, children from poorer families (CamEngS1 and CamEngS3) showed both linguistic and knowledge gaps, mainly due to their inability to access curriculum content through reading. Clearly, their parents could not support their learning, as they themselves were unable to understand English. While the discourse of all four parents was vested mainly in the instrumental advantages of EMI to their children, there were huge differences in terms of the environmental, institutional, cognitive and material support that parents were providing to their children and this favoured socioeconomically advantaged children over their socioeconomically disadvantaged peers. This finding is consistent with research evidence elsewhere which show that EMI can be a barrier to learning not only for children in communities where English is not spoken outside the school Madonsela 2015; Williams, 2011) but also for children from poor homes (Akyeampong et.al. 2007; Probyn 2006 ) and hence can further widen the gap between the rich and the poor.
School-based support for EMI
Informal conversations with teachers highlighted language proficiency challenges for children as the main factors militating against quality learning in EMI. Both teachers stated that French and popular youth varieties such as Camfranglais (Sala 2009 ) were principally responsible for children's inability to develop proficiency in English necessary for effective EMI. However these teachers maintained that the English-only policy in EMI was the best way to help these children improve their English since, for the majority of children, school was the only site for exposure to the language of instruction. CamBilT felt that his school had sufficiently catered for language challenges through various policy and practical procedures, including reduced class size for maximum individual attention, the recruitment of a special supplementary literacy teacher to support individual students in need, the inclusion of a special 'free-reading' period on the time table, and closer parent involvement in the monitoring of learning at home. CamEngT, on the other hand, decried class sizes and the inability of many parents to buy basic textbooks for their children adding that 'sometimes we even see children who come to class without a pen or pencil.' For her, the most challenging task was to 'get these children to read when they do not even have the textbook.'
Responding to a question about the possibility of using children's existing linguistic resources to facilitate learning, both teachers, as well as the inspector insisted that this was counter-productive and inconsistent with policy recommendations. The different arguments raised to support their resistance to the use of French (apart from during
French lessons) and Camfranglais in class confirmed arguments by Chiatoh (2014) and Esch (2010) that colonialism and colonial languages still have a strong impact on the conceptions of formal education of professionals in this context. The proscription of languages other than English in classrooms (Alobwede 1998; Kouega, 2001 ) fails to take into consideration the linguistic configuration of current EMI classrooms in urban areas. As explained earlier, the political desperation to establish a unified nation, embedded in an official bilingual vision which makes use of 'neutral' languages, has seen national languages relegated. As a result, assumptions, mainly promoted by discourses of communicative language teaching, abound amongst teachers and trainers.
Such discourses promote an English-only approach to language and education as the As the evidence presented in this study shows, educational authorities, teachers and even pupils have shared notions of the superiority of these two foreign languages over national languages in educational settings. Under the current circumstance, being bilingual in French and English is crucial and those best placed for the job market are
Francophones who are proficient in English. However, to be a competent Englishspeaking Francophone probably depends on having educated and/or privileged parents.
The evidence reported in this small study suggests that the privileged child (CamBilS) is the most likely to achieve quality EMI over her less privileged peers (CamEng1 and CamEng3) whose parents are unable to support them both materially and educationally.
This raises questions of equity which need to be addressed through pedagogical practices which are rooted in the linguistic realities of the context. 
